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FOREWORD 



The report is presented in three Volumes. Volume I introduces the 
study; explains its purposes and methods; presents a cr6ss**cas@ cuialysis 
of ethnographies on five racial/ethnic groups; reports on a questionnaire 
survey which builds on the ethnographies; and offers overall conclusions 
and implications for improved practice^d future research. Volume II 
consists of the complete ethnographies of the five groups studied. 
Volume III, "A Practitioners • Guide For Achieving Equity In Multicultural 
Schools" summarizes the study findings, and presents a step«-by«-step process 
for multicultural school improvement. 

Because this effort builds on prior work, it is not possible to 
adequately acknowledge here the many individuals who contributed indirectly 
to the study. Nevertheless> we wish to recoghlze those who participated 
directly, and identify their special contribution beyond the shared team 
effort. John D. Herzog (Co-Principal investigator) directed the ethnographic 
study, supervised field staff, edited the fieldworkers* case writeups, 
and is the author of the introduction to the ethnographies and the cross*- 
case analysis. Herbert J. Walberg (Co-Principal investigator) conducted 
the survey data, analyses with myself (Principal investigator and Study 
Director) and Mary Hyde (Programmer) , and he co-authored the survey report 
with me. I also wrote the introduction and Conclusion to Volume I, and 
the Practitioners • Guide (Volume III). Sarah L. Lightfoot (Co-Principal^ 
investigator) participated in critical conceptual, metho^lpgical,'^ and 
interpretive phases of the, study: Marjorie H. O'Reilly (Survey Coordinator) 
managed the survey ^lestionnaire administration and data feedback ±o 
the participating schools. Marjorie K. Madoff administered the pilot 
testing of the survey questionnaire, and participated in its development, 
the fieldstaff for the ethnographic component, and the subjects of their 
case writeups are: Karen and^Lester Holtzblatt, Jewish-TVmerican; Margaret 
McDonough ^d Pierce Butler, Irish-Ameridan; Seda Yaghoubian and Ara 
Ghazarians, Armenian-^American;. Nancy Marshall and Mark Handler, Portuguese- 
American; and V. Michael McKenzie, West Indian-American. And, last but 
not least, Joni Herson who typed the report and helped to coordinate 
the entire effort. ^ 

Special recognition and thanks are also extended to the many school 
personnel, students, and parents who participated in the study, and to 
Michael Cohen (NIE Project Officer) for his kind assistance and encouragement. 
Although this was a group effort with individual specialities, I take 
full responsibility for any errors or misinterpretations of the con^plete 
study, beyond the sections of the report which I personally authored 
and edited. 



William J. Geneva 
Principal Investigator and 
Study Director 



Abstract / 

This two-year study vAich began in August, 1979, was undertaken 
to explore how school and home "climates" might possibly interact to 
affect th6 learning and behavior of students of diverse ifacial /ethnic, 
national origin, gender, and socipeconomic backgrounds. School climate 
and home climate refer here to ?uch psychological/social factors as the, 
extent qf involvement, expressiveness, gcjal direction, challenge, and 
order, which characterize such, environments. Prior research has documented 
separate school climate and home climate effects on student learning 
and behavior. In this study the investigators set out to explore possible 
interaction effects— cbngruities and incongruities between such school 
climate and home, climate factors, which may stimulate or frustrate learning 
and acceptable/productive behaviors in the school setting. The study 
included ethnographies of five racial/ethnic groups of seventh graders 
(N « 63) in five different communities, and a questionnaire survey of 
1,290 seventh and eighth grade students in si?c. racially /ethnically mixed 
middle schools in five different communities. 

The major findings of the study are: 

1. inequity in school outcomes is confirmed— there are significant 
differences among racial/ethnic (and class and gender) groups 

in the sample in days absent, (standardized) reading achievement, 
grade point averages, and teacher academic and social ratings 
-(but not in suspensions) . 

2. S ome schools are more equitable than o ther schools— many 

the school outcome levels for particular racial/ethnic (and class 
and gender) groups vary significantly, as do their .ratings of 
their school climates, according to which school they attend. 

3. Schools vary more than homes— adolescents who -identify with 
particular racial/ethnic groups describe their home climates 
with striking similarity, yet markedly differently from other 
racial/ethnic groups. In contrast, students from the same racial/ 
ethnic grotips who attend different schools in different communities 
characterize their school climates quite differently. By socio- 
economic class and gender groups, studrnts' ratings of their 
sdiool climates vary much more than .U'.eir ratings of their home 
climates. 

4. schools and homes both affect school outcome— the statistical 
significance and magnitude of the correlations are highest for 
independent home-climate and school-climate effects, on school 
outcomes lor all students, irrespective of racial/ethnic, socio- 
economic class, or gender groups. 

5. Hone-school discrepancies affect school outcomes— for particular 
racial/etiinic groups who rate their school climates higher than 
their home climates on specific variables, such "discrepancies" 
are correlated with positive schpol outcomes (e.g., lower absence 
and higher achievement) in 73% of such cases. For the remaining 
27% of the discrepancies, negative school outcomes«emerge 
(e.g. , higher absence, Ibw achievement) when the school is 
rated higher thafli the home. Though significant, these correlates 
are modest and varied, showing few meaningful patterns for any 
particular sub-group across schools. 
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V 

A. Multicultural Schooling 

^^^^^^^^^ ^ .<* «« 

This study is concerned with multicultural schooling—with teaching, 
learning, and social development in schools which serve students from varying 
racial /ethnic and national origin backgro\mds. Historically, the democratic 
ideal of equal educational opportunity or equal educational attai^ent 
for all groups regardless of their racial/ethnic and national origin back- 
grounds has remained more aspiration than fact. Despite apparent gains 
in equity in America, especially in the past two decades, differential educa- 
tional attainment remains among many minority and majority groups* 

Many reasons have been put forth to explain this pervasive and 
continuing inequity. Some have argued that inequity is structured into 
the very fabric of industrialized competitive societies, and that schools 
serve merely to sort, label, and credential students for the marketplace 
according to existing differences, i.e., to perpetuate .inequity. Others 
view minority /poor students as inherently deficient or inferior, thus making 
h pessimistic or fatalistic appraisal of their chances of success even 
With school reform. This study is rooted in a cultural differences perspective* 
a view that differential school success is best explained by differences 
in language, customs, values^ ^lorms, and attitudes which are characteristically 
associated with certain racial/ethnic, national origin, socioeconomic, / 
and gender groupings. ^ / 

B. The Roie of School and Home "Climates'' 

^ Schools tend to reflect the ^values, norms, and attitudes of the 

mainstream culture. In American schools, the mainstream culture has largely . 

* * ■ ■ 

reflected the white, middle-class, Protestant work ethic— emphasizing for 



example self-contxol, subordination to authority, work achievements punctuality, 

order. Students from different racial and ethnic groups come from 
homes that may_j?r may not stress these norms. Hius, culture and language 

differences among predominant^ly Anglo school staff, and Italian, Chicano, 

■ * * 

Puerto Rican, Portuguese, Asi^n, Indian, Black and other racial/ethnic grdhps 
can establish certain discrepeuncies between the home and the school with 
largely unexplored consequences. 

This two-year study, which began in August, 1979, yras undertaken 
to explore how school and home "climates" might possibly interact to affect 
the learning and behavior of students of diverse racial/ethnic, national 

origin, gender, and socioeconomic backgrbxinds. By school climate and home 

' , . ^ • ■ 

climate we refer to such psychological/social factors as the extent of 
involvement, expressiveness, goal direction, challenge, and order, vAiich 
characterize such environments. Prior research has documented separate 
school climate arid home climate effects on student learning and behavior, 
in this study we set out to explore possible interaction ef f ects~congruities 
and incongruities between such school climate and home climate factox:s, 
which may stimulate br frustrate learning and acceptable/productive behaviors 
in the school setting. 

For students ^ose school and home climates both show similar patterns 
regarding the same factors (e.g., high school and heme involvement, rewards for 
expressiveness in school and home, etc), their school and home climates are 
described here as congruent (coinciding, in agreement, alike). For students 
whose school and home climates are dif ferent? (e.g. , hig^ school involvement 
expressiveness Hrs. low home involvement and expressiveness, etc.), their 
school and home climates are described as incongruent (at variance, conflicting, 
different) • Little is known concerning which congruities and incongruities 

7 . • ■ ■ ■ 
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between school emd home environments might promote, ahd which might be 
Counterproductive to, student learning and behavior. 
C. This Guide: . 

This Guide is based on the research stu(^ which is described in 
Section II. The Guide itself (Section III) lays out a step-by-step procedure 
for measuring and improving equity in multicultural schools. The Appendix 
includes TDK's school climate and home climate questionnaires, shown by 
item-to-veuriable assignment # and school climate norms. 



II.; THE RESEARCH STUDY 



A. Study Design and Methodology 

in the first phase of the study we assigned five male/female field- 
worker teams to. five (similar) racial/ethnic student groups—Armenian, 
Irish, Jewish, Portuguese, and West Indian. The fieldworkers recruited 
male and female seventh grade students to interview ard observe, from 
four schools in four different connnunities which agreed to cooperate. Jewish 
students were recruited through two synagogues, as the two school systems 
approached were unwilling to "single out" any\particular group of students 
for study. 

The fieldworkers were given two major tasks. First, they were 
to participate in the development of a homfe climate questionnaire based 
on their understanding of how their student-subjects characterize their homes. 
To focus their work we reviewed with them our already developed school 
climate "questionnaire, which we hoped to parallel in the home climate question- 
naire. Their second task was to write ethnographies for their respective 
groups—case descriptions and analyses of how seventh graders of particular 
racial/ethnic and class backgrounds and genders view their home climates, 
and how these perceptions may be related to their school success. 

Half way through the ethnographic study we developed a 147 item, 
15 page questionnaire that contains sections on student background information ,r 
school climate, and home climate factors. We'pil6t tested and refined the 
instrument with the help of 155. students, performing statistical analyses of 
tb-ir responses and also eliciting their suggestions for improving it. We then 
administered the questionnaire to all seventh and eighth grade students in six 
racially/ethnically mixed middle schools in five different communities (N - 
1,290 students). 9 • 



B- Summary of Findlti^s 

m the ethnographic conponent of the study, which came first, our 
focus was on the home climates of five racial/ethnic groups. For each group 
the adolescent (and parents) studied were foun^ to perceive the ir^lio^ climates 
in similar ways. In addition, thej.r modal perpeptions of our thirteen heme^ - 
climate variables differ dramatically and systematically group by grc«^^g^te| 



Given these sharp differences in home climates, we predicted h^^p^^ps 
groups would rate their home climates if they completed the hom %cyjn^|g 



questionnaire, and we speculated on optimal school climates f or chil^|i:^ 
from each group. 



Racial/ethnic group differences in home climate perceptions Wer^ 



found in the questionnaire survey results for seveh^of thirteen variables 
(with results for two more variables approaching significance) . Though.. . 



confirming our hypotheses, these difference^ were found in the ethnocf]ci?Him»*^^^^ 
component. Similarly, there are correspondehces between the (ethnographic) 
predicted and (survey) home climate ratings in only one-third of the cases 
where the racial/ethnic groups in the samples coincide. These disparities 
are understandable given the limiations of the fcur-item-per-variable scales 
used in the survey, compared f> the extensive description and interpretation 
possible in the ethnographies. However, the survey results also indicate 
that students of the same racial/ethnic group who attend different schools 
in different communities show a fairly consistent pattern in how they characterize 
their home climates. Despite some variations within groups, these data suggest 
that students who identify themselves as belonging, to a specific racial/ethnic 
group, in terms of "primary -Sroots", share common racial/ethnic perceptions 
of their homes. " • . 



The same cannot be said for the home climates of different socio- 
economic class and gender groups. By class and gender tiiere is much more 
Within group variatipn than between group vauriation* This suggests that 
families in each socioeconomic class vary eipross the sETe-trum in the 
nature and quality of th^ir home life, and that the modal home experiences 
of cc>ntemporary male and female adolescents are more alike than different. ^ 

The prediction from the ethnographies of racial/ethnic group 
differences in school outcome levels is also confirmed by the questionnaire 
survey results. For the ten largest groups! there are significant difference? 
in days absent, (standardized) reading achievement, grade point averages, 
and teacher academic and sopial ratings (but not in suspensions) . However, 
many of the school outcome levels df particular groups vary significantly, 
as do their school climate ratings, according to the school they attend, 
in additions students of the same racial/ethnic group who attend different 
schools vary significantly in certain outcome levels, and in thei?; ratings 
of their school climate. Such inter-schoot contrasts actually overshadow student 
racial/ethnic (and socioeconomic class and gender) differences in school 
outcome levels and school climate ratings. 

in analyzing relationships among the (survey) home and school 
climate ratings and school outcome levels, the statistical significance 
and magnitude of the correlations are highest for independent home and 
school effects on school outcomes (thus supporting prior research) . Howevei^, 
/the results alstt show some home-school climate discrepancies correlated with 
certain school outcome levels with the ten largest racial/ethnic groups in 
the sample. For example, the highest correlation (.60**, or 36% of the 
variance) indicates that for Armenian students, significantly higher school 

litonettian. Black, American, Portuguese ||r^nch, British, Irish, Greek, 
"Irish-Italian, Italian. . ^ 



Community than home Comntunity ratiijgs are related to higher reading achievement 
Actually, of the 64. hpme /school discrepancies significantly correlated 
with school butcoiriis, 47 (73%) are associated with posit iy?, school- outpoitfes 
(e.g., lower absence, higher achievement^— where the schoor is rated higher 
than the home» For the remaining 17 (of 64, or 27%) , negative school butcpmes 
amerge te.g., higher absence,, lower achievement} when the school is rated 
higher than the home. » 
C. Conclusions and Implications Drawn ^ « 

To summarize, the i&ajbf conclusions of th^study are: I 

1. Inequity in school outcomes is confirmed— there are significant 
I. differences among racial/ethnic (and class and gender) groups 
^ • in the sample in days absent, (standardized) reading achievement, 

grade point averages, and teacher academis and. social ratings 
(but not in suspensions > . 

2. Some schools are more equitable than other schools— many of the 
school outcome* levels for particular racial/ethnic (and class 
and gender) groups vary jsignificantly , as do their ratings of 
their school climates, according to which school they attend. 

3. Schools vary more than homes- ^adolescents vAio identify with parti- 
cular racial/ethnic groups describe their home climates with 
striking similarity^ yet markedly dif f erently . f rom other racial/ 
ethnic groups. In contrast, students from the same racial/ethniq 
grotips who attend different schools in different communities 
characterize their school climates' quite differently. By socio^ 
econa^iic class and gender groups, students' ratings of their . 
school climates vary much more than their ratings of their home 
climates. ^ 

°- .4.^ Schools and homes both affect school outcome— the statistical 
significance and magni :ude of the correUtions are highest for 
independent home-clima';e and school-climate effects on schfiol^ 
outeomes for all students , [irrespective of racial/ethnic, socio- 
economic class* or gender groups. * 

5. Home-school discrepancies affect school outcomes— for particular 
racial/ethnic groups «/ho rate their school climates higher than 
their home cj,imates on specific variables, such "discrepancies" 
are correlated with positive school outcomes (e.g., lower absence 
and higher achievement) in '73% of such cases. For the remaining 
27% o£ the discrapancies, negative school outcomes emerge 
(e.g., higher abs^ce, l^wer achievement) when the school is 
rated higher than the home. Though significant, these correlates 
are modest and. varied, showing few meaningful, patterns for any 
particular sub-group across schools. 
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conclusions 1,2, and 4 are the least surprising to us, as they 
confirm prior research and our experience in working with schools on school ^ 
and racial/ethnic climate improvement. Conclusion 3 is somewhat surprising 
in the sharply distinctive "ethnic character" of home climates depicted by 
particular racial/ethnic groups, the sharp contrasts which characterize the ♦ ^ 

home climates of different racial/ethnic groups, and the large within group 

- ' . \ • * . • 

variation which suggests that a full raxt^e of home-life quality is experienced 

■„• • ■ ■ ■ . / • • ■ • . ■• 

by adolescents across socioeconomic class suid gender ^groups. 

- • ■ .^f 

Our biggest surprise is Conclusicai Slv, for which our data are 
least certain, but more tantalizing. We did expect to find home-school 
discrepancy effects on school outcomes, and even though we challenged a 
common bias which assumes that, all such discrepancies are inherently counter- 
productive, we are surprised at the direction and extent of positive 
discrepancy effects that we found. To repeat, in approximately three- 
fourths of the cases in which the school is rated higher than the home on 
particular variables , such discrepancies are significantly correlated with 
positive school outcomes. " 

This suggests that if school climate levels are "kept high on all 
dimensions* students from home climates with less Challenge, less' Structure, 
less Cohesiyeness, etc, may actually be stimulated by the resulting discrepancies, 
in mbst cases to higher levels of learning and social development, regardless 
of racial/ethnic, socioeconomic class, or gender group. At the. same time, 
however, schools must be sensitive to the possibility that for particular 
groups,. higher school-than-home Climates on particular variables may work 
against learning and social, development. For examples , students from homes 
with low Involveftient and low Inf luenct may need special assistance and 

Q ■ . ' 
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counseling in order to respond positively to a school environment of high 

student Involvement and Influence. 

Given the absence of clear patterns for particular racial/ethnic 
(or class or gender) groups in either the number or direction of home-school 

discrepancy effects, we wonder if distinctive discrepany patterns might em^xge 
if studied in specific schools. We did find differential school effects | 
in school outcomes and school climate according to students' race/ethnicity, 
class; and gender.. Thus, it may be reasonable to expect similar school- 
specific patterns in home-school discrepancy effects for particular racial/ 
ethnic, class, and gender groups. Unfortunately, the sainple sizes matched for 
student background, home climate, school climate, and school outcome data 
are too small for such a school-by-school analysis by specific sub-groups. 

Limitations, qualifications, and speculations aside, even a 
conservative interpretation of the study results, which confirm prior 
reseaftih, suggest that general school climate improvement will benefit 
most students irrespective of their backgrounds. The same can be said 
of home climate improvement, but as we stated at the outset our focus 
as interventionists is on improving conditions for learning in schools. The 
ethical and procedural dilemmas of intervention in homes are sufficiently 
sobering that we wish to make no recommendations on this matter at this time. 

We do advocate, however^ that while schools' strive- to improve 
their climates for all students, that they sharpen their awareness of possible 
home-school discrepancies which may inhiibit learning and social development 
for particular students. Such scrutiny can begin with staff sharing of 
experiences and insights, or with a student survey similar to 
that conducted in this study. In our experience, the student survey is the 
preferred beginning because the data it can produce stand a better chance 

. 9 N 



of penetrating the veils of myth and taboo which often shroud possible 
sub-group differences in schools: they are often denied, and seldom dis- 
cussed. A step-by-step procedure for conducting a complete survey-improvement 
project is the subject of the following section of this guide. 
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111. ^^EASURING AND IMPROVING EQUITY 
IN MULTICULTURAL SCHOOLS 



A. Overview 

The simplest way to get at general school climate, and to 
investigate possible sub-group inequities, would be to administer the 
^ool climate questionnaire plus selected student background questions, 
such as race/ethnicity, socioeconomic class and gender items. In the analysis 
the overall student ratings for the thirteen school climate variables could 
be broken down by these student background characteristics. Similarly, 
important school outcome measures such as absences, suspensions, achievement 
test scores, grade point averages, etc., could also be broken down by the 
same 'student background characteristics. 

By inspection, relatively low school outcome levels and school 
climate ratings for certain racial/ethnic, class, or gender groups can be 
identified, where they exist. If such inequities are found, the 
next step beyond general school climate improvement (where warranted 
from the data) would be a second-level investigation based primarily on 
experience and insight. To broaden such scrutiny and to insure follow- 
up action, we advocate the use of one '.or more (10-15 member) student-staff- 
parent .improvement team(s) to manage the entire process. 

For example, suppose that a student-staff -parent improvement 
team administered a student school-climate/school-outcome survey in 

a school, and found that of ten racial/ethnic groups comprising the 
student body, two systematically show the lowest school outcome 
\ .' levels and school climate ratings. Viewing this as inequity of attainment 
and opportunity, the. next issue is to identify the sources of inequity of 



opportunity for these two groups. In the absence of any precise methodology 

from this or other studies (e.g., ethnic discrepancy analysis of the survey 

results with hone^climate ratings) . the investigation would next proceed 

via discussions among the team and stu<tent, parent, and other representa;i:ives 

of the sub-groups in question. If sH^tfully managed, such discussions 

often proceed through predictable stages such as venting frustrations, circular 

blamng, denial, and rationalization— to mutual problem-solving. 

Before moving to a step-by-step procedure for measuring and impi»>ving 
equity in multicultural schools, however, we need to consider the subject of 
our inquiry: school outcomes and school climat?. 
B. School Outcomes 

Eqiaity of attainment can be measured by available information in \ 
most schools. Achievement test scores, teacher/course grades, and grade 
point averages are the more common school outcome measures. . When these are 
broken down by students' race/ethnicity, socioeconomic class and gender, 
the question of equity of ''S^ifainment (achievement) can be explored first 
by inspection of the mean (average) levels of achievement for each group. 
However, for a more precises determination, analyses of variance^ for each 
sub-group comparison should be conducted to identify which (if Any) groups 
are statistically different in their school outcome levels. If any particular 
group pr groups are characterized by significantly lower levels of achievement 
on important school outcome measures, this constitutes inequity of attain- 
ment as defined here. 

Students' attendance and suspension data can be analyzed here in 
the same way; by their racial/ethnic; socioeconomic class,, and gender group. 

Zftnalysis of variance is a common procedure familiar to many secondary 
math teachers, who can assist in this phase of the project. 
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However, some may argue that student attendance and suspension may be viewed 

* . * ■ ■ ■ . 

as school processes which affect school outcomes such as achieyement. Whether 

they are treated as school outcomes or school processes is unimpprtant here. 
Since they may signal possible sub-group inequities, they are included heris 
as important indices in any investigation of school equity for all groups. 

In such analysis, schools have a wide variety of choices as to 
which outcome measures they wish to use, ar\d how they define student sub- 
groups. Race/ethnicity can be defined globally as ".\jian", "Black" or 
"White" , or it can be defined more specifically by sub-group affiliation 
(e.g., Chinese, Vietnamese, Polynesian, etc.')\ A major consideration should 
be the numbers of particular sub-groups in a given school,^ t© enable the appropriate 
statistical comparison^ (generally 12-15 or more subjects). There is also ^ 
a variety of socioeconomic class distinctions possible, such as those shown 
in the Appendix. If a *sd:iool chooses to also measure school, climate, and 
to compare sub-group ratings of school climate, the same sub-group designators 
should be used. 
C. School ^ Climate 

1 

School climate has a moderate to low — but still significant- 
relationship to school outcomes, and thus is considered here as an index 
of equity of opportunity . Efforts to improve setiobl climate in the interest 
of better student equity are likely to improve other aspects of the school 
as 

The key to identifying school-specific improvements in school 
climate is to evaluate each element of climate, and then to identify the 
reasons (causes and contributing factors) for the resulting assessments. 
It is extremely important to base improvements on a thorough diagnosis °^ 
the reasons for a poor climate, and possible sub-group inequities. 
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m the following discussion of school climate characteristics, some 
examples are given from actual school cases. These experiences come from 
widely varying schools, and thus their wholesale adoption is not suggested. 
They do,, however, -^illustrate what can be done. 



community : The level of friendshidE>-andmutual support school markers feel 
toward each other. '^-?«=.f-.f^ 

■ • ■ 

School size and sense' of community are closely related, and laJ^se 
sdhools tend to be seen as more impersonal than small schools. RfeSo^zing^ 
this situation, many larger schools have grouped students into smaller units 
termed "houses" or "clusters". In some schools, these smaller units are 
made up of members of one grade level, while in others, members from all 
grade levels are represented. Althought forming subuhits allows for more . 
Of a sense of community within the units, it could' result in isolation from 
the total school community. Some schools have ameliorated this problem 
by sche;duling activities that mix subunits, such as athletic and social 
activities.' 

in other schools, regardless of size, many teachers conduct classes 
in a rather impersonal or unfrien41y manner. This forces students and teachers 
to associate primarily with their peers, and results in a low level of 
community spirit. Some schools have improved their sense of community by 
increasing student-teacher interaction in after-school activities that 
foster more personal associations, other school, have improved their . 
sense of community through more meaningful total school-community adtivities. 

- \ . " , ■ ' ■ . 

J? 

nor.o««ihiiitv and Receptivity: The availability and openness of school members 
Accessibility and ReceptiviTzy conversation^ and assistance about concerns. 

in some schools, students feel that is is difficult to find teachers, 
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administrators, or guidance counselors who have time to provide assistance 
or are willing to talk about students*^ concerns. This may reflect general 
avoidance^ or it may reveal other problCTis in the school. 

For example, in one school, teachers, angry with the salary pro- 
visions of their new contract, adopted an attitude of minimal work. The 
principal, through extended negotiations with faculty, found wa^s of reducing 
corridor and lavatory patrol duties in exchange for increased time for 
teacher-*student assistamce outside the classroom.^ 

In another school, the school-to-home bus schedule created a 
problem. Most students took the early bus, which left 10 minutes after the 
last class, and avoided the late bus, which left 90 minutes after the last 

i§s. With only 10 minutes available, only a few students could see teachets 
for ex^erhelp>^-.,_©iemajority, thus frustrated,' rated the teachers low on 
Accessibility and reciiivityr--^Mel^;ii^ the early bus by 20 miftutes , 
and advancing the late bus by 30 minutes , thTsituatioru??^ vastly improved. 



Involv^ent ; The extent of school members' interest and participation in 
.learning, social, and other school, activities* 

The school climate characteristic of involvement has two basic 

attributes, degree and investment, which are manifested' in three basic school 



involvement patterns. 



In some schools, there is little particsi^imon in out-o£-classroom 
activities, and many students simply go through daily academic 
routines. Such schools are' charactferized by a general apathy, 
reflected in a "flat" school climate profile in wh'ich the ratings 
for the various school climate characteristics show little variation. 
In schools with an overall apathy, improv€sra6nt usually does not occur. 

In other schools, there is high actual participation in a variety 
of school activities, accompanied by low psychological investment. 
In such schools, activities tend to be highly teacher-directed, and 
interest and enthusiasm can be improved by increasing student parti- 
cipation in planning and conducting school activities. 



still other schools have high actual participation and high, genuine 
psychological investment. In these schools, students tend to be 
highly involved in plannand conducting many of the school's activities. 



Equal Treatment ; The uniformity of school members' opportunities and treatment 
in the school . . / = 

^ Equal teacher treatment focuses on equity in assigning student course 

marks, teacher assignments, and group status, irrespective of race or national 
origin. Schools with no regard for equal treatment typically have problems 
only with Certain subgroups within the school. In some schools, certain 
minority students feel especially unequally treated. In other schools, , 
female students or students in vocational programs feel mistreated. An 
effort must be made to identify which groups feel they are being differentially 
treated. 

Once the roost disaffected student groups have been identified, a ^ 
representative sample can be interviewed in order to gain a more detailed 
understanding of' the specific situations in which they perceive irfequity. 
These students can alio be included when the schpol develops and implements 

improvement ideas, which is in itself a step toward greater equity. 

■ f ■ . ■ 

Groupings ; The extent to which group menbership is a positive or negative 
experience in the school. « 

Forming groups is a natural human phenomenon that takes on added 

importance, during adolescence. Thus, schools should not try to eliminate 

groups or cliques; but \nstead make it possible for flexible group membership, 

not belonging to groups, to be acceptable. ' .. 

Several schools concerned about frozen cliques have taken remedial 

form of heterogeneous classroom and activity assignments, more 

of the accomplishments of student? associated with lower 



status groups, and dimiaisKed^c^ rank. But no appreciable 

improvement has been discexmed. Either these interventions have been 
insufficient, or the phenomenon is particularly jresistant to change, or both. 

i ,0 

if groups or cliques cabnot mix without^ conflict, group membership 
can be a negative experience. Schools concerned about negative groupings 
should probe carefully into the reasons why exclusive grpup membership. may 
be especially functional or dysfunctional. It may well be that "deviant" 
groups, in the face of being relegated to a low status in the school as a 
vrtiole, are forced into exclusivity as a way of gaining peer recognition. 
LOW achieving students often group together, especially in a school with a 
focus on academic rewards. In those cases, such cliques may be opened up 
through efforts to raise the achievement of their members and to expand the 
school's reward structure beyond academic acccwnplishments . , 

Learnin g Orientation s The extent to which learning and acquiring academic, 

' Ideational, and interpersonal skills are emphasized 

in the school. 

in many secondary schools, students believe that getting good marks 
is more important than leaminc,. in one such school, it was decided that the 
/school's reward system encouraged this attitude. In this school, so much 
was made of marks that students actually shoved each other to view the rank- 
inrclass list posted in a display case within hours of each grading 'period. 
Also, elabdtate drill sessions were conducted by teachers to prep students 
for the SAT and other college board tests. 

Most of the pressure fpr good marks was traced to the families in 
this upwardly mobile town. Therefore, a parent-student-staff committee was 
formed to analyze and advise on the matter. The key element of its recommenda. 
tion was a "learning contract" approach tor individual students, coupled with 

a parent infoznation program. . 
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Expressiveness : The extent of originality and open expression^ of ideas and 
feelings among school members. 

Schools have found many wiys of improving the "originality and open 
expression of ideas and feelings among school .members . " More student and 
staff art displays in the corri,dors, iore classroom discussion of issues 
and problems, and increased opportunities for participation and leadership 
in student government and clubs are examples. This school climate charac- 
teristic appears to be readily amenable to change, and school members have 
Uttle. difficulty in identifying and implementing improvement efforts in 
this area. 

Goai Dire ction ; The extent to which school members understand and accept 

what they are expected to accomplish, and are provided a 

framework for focusing their efforts. 

Of all the school climate characteristics discussed here, goal 
direction Hi the most difficult for school members t6 comprehend. Two major 
factors contribute to this confusion. First, many students, and even many ^ 
teachers, do not have an operational understanding , of the term "go^l." 
second, many schools do n6t have widely acknowledged goal statements, and 
the exislting goal statements are primarily ceremonial. 

in most schools, expected accomplishments are articulated and under- 
stood only by certain school memiDers.- For example, almost any student can ^ 
recite his «or her schedule or explain the rules for absenteeism. But how 
many students can explain why they have to. take american- history or the 
reasons for studying foreign languages? 

-Given these afflbiguitie*, very few schools have undertaken an effort 
to improve the school's goal direction! Nor have schools been given guidance 
in this area by researchers or policymakers. Volumes have been written on 
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specifying instruetional, goals and objectives, but few have seen that the 
school itself can--and should— develop institutional goals. Such an effort " 
is very time consuminir and requires special training and skill. 

Challenge ; The level of difficulty of school members' goals and tasks, and 
the pace of effort required. 

^ Challenge is a school climate characteristic that is frequently ahd 
consistently perceived by both students and teachers as being deficient in many 
schools. . Many students want more challenging courses, but feel that teachers 
are reluctant to press students too far for fear of rebellion. Teachers, on 
the other, hand, blame a lessening of course requirements, increased "easy" ' 
electives, grade inflation, societal permissiveness , and a general decline 
of interest in and value placed on schooling. To complicate matters, many 
administrators and parents blame the teachers. 

Almost every school would like to improve the level of challenge 
provided to students. A few others would like to improve the challenge 
presented to teachers, in recognition that the two are probably related. 
A critical fir«*t step to accomplish this goal is for staff, students, and . 
parents each to come to accept shared blame for Ipw student challenge in 
their school. Without-this critical first step, circular blaming rather 
than improvement would probably continue. 

, Once a substantial portion of the faculty accepts shared blame and 
desires increased challenge to students and faculty, there is, in some schools, 
suff icfjient momentum to reexamine course and graduation- requiremerics^ conduct 
inseJItee workshops for te?icj^rs on increasing challenge to students throu^ 
individual "learning contracts," more careful grading of homework assignments, 
more detailed guidance regarding course-level selection commensurate with 
abilities, and parent education about a supportive home environment. 



In many schools # word 
Leaving one to wonder if 
affects morale f and 



p^^iina with Problems t The extent of identifying, analyzing, and resolving 
. • school problems when they arise. 

' ■ ' s ' ■ ■ ■ . ' 
Schools that have improved their capacit^^^^^^^^ 

.they arise have, focused on communications arid special task groups. Adequate 
communications among all' members of the school are essential in identifying 
1.roblems before they grow more serious, in developing a sense^of belonging, 
and in letting school members know what is happening, 
spreads faster about problems than about solutions,/ 
anyone is doing anything about them. Thi^s adverseij 
lowers the sense of community. 

" If the burden of dealing with problems ^allV^usively on the 
principal and assistant principal (s) , there is W severe iW to the possible 
responses and their effectiveness. A few peopll can do only>o much (especially 
ad^nistrators. Who have^innumerable other duties). Some schooWhave extended 
tlir problem-soiving capability, by forming social task groups t\d^al with 
pr^ms and engage in future planning in su.^ areas as curriculum a^ih- 
structi^iiXschool governance and discipline, /athletics and social " 
guidance and counseling, and com«|mity relations. If 'the role of these 
is carefullS^ definedXtiiey can br 



groul 



empowered/ 



(to take action in some areas and 

* ■ ' ■ 

to make recommendationsVotije^jL . As projilems arise,,' thfe principal can 

resolution or advisement. , 



channel them to these groups 




Order : The extent to 

learning conditioi 
accepted by school 
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lool Imle^i established to maintain favorable 
j^iflect^^abliahed legal procedures and are 
)ers. 



Students* most freqient complaint in schools rated low on order is 
with the inconsistent appliition of rules and Regulations. If some students 
are punishe* for certain offenses where others are not/ or are, but to lesser 



degrees; gravij iaju«ticcs arc i^orceivcd. Such inconsistency undermines ^ 

l;tudent's (and Coacher^rO rcfipoct for authority in the school and, in rsome 

cases, contrxbutcs to disorder. If the inconsistency involves a ••suspect" ^ 

class of students (such as a disproportionally high black student suspension . 

rate), intorgroup conflict is encouraged. ^ , 

< ■ ' • • * 

In addition to consistently applied rules and regulations, student 

achievement levels and their participation in designing and conducting school 

activities affect the level of order in a school. These factors (also 

discussed under . jyhfluence distribution) govern the extent to which students 

understand and accept that contributing to order sufficient far learning 

is in their best interest. ^ 

Options : The extent of choices available to school members regarding goals, 
courses, levels of challenge, and social opportunity. 

Without sufficient choice, many students report feeling "boxed in" 
to a routine that can make school a rather mechanical experience. However, 
.the extent cf options, like sense of community, is governed largely by the 
size of the school : a large school; has the potential for offering more options 
than a small school. The extent of options is also governed by the school 
budget, which typically is decided for a school by the district administration 
and board of education. 

Within such constraints, however, schools have found ways to expand 
options as part of their efforts to improve. their school qlimato. In somo 
schools, additional courses have boon planned and taught by ttiachors, studonty 
or both together on a voluntary, unpaid basis. However, this strategy has 
generated conflict regarding "extra" work in schools with tight union contract 
m some schools, teachoira have expanded the options within courses, dovelopinq 



loitrninci cqntfkacU -with studdnts for 'indivudualiaod, areas, of.' into^ost or 

difCicvilty ivvcls. other schools liavc eonccntrated. on cxruind.ing nth ^ , 
social, and recreational activities; some of which involve holidays' and 
vacations. ■, ■ _., ' .. ' • ,• 

Influence Distribution :. The extent to which; school members, contribute t5 
— — decisions regarding rules, procedures, and options. 

,{ Broad participation of students in conducting the affairs of a school, . j 

csii>ecially at. the secondary level, has a dual purpose. First, as developing 

■ ■'** ■ ■ ^ ' ■.■'H*«^f^ V' -- 

adults , mosc students want and need opportunities to exercise s.elf-direct3,c^', i 
leadership, '^d responsibility. Such exj>eriences are vital ^:o:;pe^c^=^ . , 

social develo^sment. It isV.of necessity, a trial-ahd-error process in which 'V.l- r-'^i^^ 



staff and *parerits^:must tJSrate occasional irresponsibi!£ity. Staff arid 
^aren^^ must also acknowledge students' capacity for responsibility by pro- 
vidir^ ot^ort^nities fbt them to contribute to decisionmaking in appropriate " ' ' " 



. areas, . ■ ' - ' "/ 



The s^econd purpose 4s to foste^r sufficient "ownership" of the gQal| 
of schopling. Shared power and influencfe are more likely to lead to the 
development of students who abide by the school rules-and rcgurations, ir.stoc-.d 

of "fighti-fig the system." . / 

schools interested in increasing student influence can broaden th4. 
participation of students on committees, in designing classroom activities, 
andrindaveioping and monitoring the governance systems. 




D. Ninc-Sto].' Iinprovcmont Process , >' 

• A great deal has been written regarding the difficulty pf bringing 
abcat imj>roveinent in multicultural (raciallxjniJ^ s^hools^ i^^^^ 



^^^^ 



attempts at c*anje fail beca\ise they are imposed from outside the school or 
because of inafdequate support or resources. The proced\ires described here 
place the locus of change within a school and specify the nature^of support 
and resources necessary. With or without assistance from consultants, tnense^: 
procedures have been followed successfully by many schools over the years. 

Briefly stated, the nine setps for identifying and improving equity 
in multicultural schools are: _ , , . 

1. Take the Initiative . Someone in the school, whether student, teaqher, 
adniinistrator, school board member, or parent, must take the lead in 
' initiating a school improvement effort. If a lasting impact is desired, 
the changes of success will be increased by working tihrougk the existing 

representative groups in the school: the student and faculty associa- 
tions, the administration, the school board, , and the parent association. 



?j- Prttm a Re presentative School Improvement Team . The improvement effort 



Should be guided by an 8- to 12- member team of student, teacher, 
'\ parent, community, and administrator representatives. To ensure 
maximum consideration of all important issues, the school improve- 
ment effort should broadly and genuinely represent the major formal 
and ih^rmal groupings of the whole school community. 

3. Develop a Team Work Plan . A detailed work plan for the team, to be 
shared with the entire school community, should, be developed. The 
work plan should include, at a minimum, tasks, responsibilities, and 
a timetfdsle* ; >■ 

4. Set a Clear Purpose . The team should set for itself a clear purpose 
and outline procedures for collecting and analyzing data that will 
hoip f.^am achieve this purpose, ^ he team may wish to g^^y_^' ^-^y 
its school outcomes and 13 school climate characteristics, previously 
discussed, and to select a purpose or purposes from among the options 
described in that discussion. — ™™ — — „_ 

5. collect Assessment Data . Some method of collecting school data must 
, be developed and 'implemented. This could involve a questionnaire 

administered to school members and scored according to set procedures, 
to be examined in conjunction with important school outcome measures, 

6. Anilvze and interpret Assessment Results . The school team can analyze 
its results singly, or in relation to the ■ norms developed from the . 
sample used in the study described in Section II. The team can, follow 
up on questionnaires with interviews and observations to extend and 
refine its. school rdiagnosis. 

7. itevel^-:a-J^o^:JmE£22SS!S^^ 
^^. pleted assessment, the team can formulate goals and action steps for 



school isvprovement. 



8. implement the School Improvement Plan > Once the plan has been ratified 
with the existing representative groups , it cans be implemented according 
to the preplanned action steps. 

9^ Evaluate the Effort *8 Impact on the School . Progress^ in implementing 
xhe school imprbyitmeint plan and its impact on improving the school 
should be eyaluatea ipe^^ 

The time it takes a team to complete the nine st^ps will vary from 
school to school, but most schools should plan on about two years, in following 
these steps, the school improvement team should pl?|n to devote at least two 
hours a week for the full fcwo years if the effort is to have significant effect 
on the school. Whether or not the team members are paid for their time will 
vary according to the setting. The team.shbuld have a budget of $2,000 to 
54,000 for materials and data processing, and at least one team member should 
be skilled in data processing and statistical analysis (or the team should . 
have access -o such a person). During the first year, the team should collect 
and analyze data regarding the school outcome and 13 school climate charac-. 
teristics, anr develop an improvement plan (steps 1 through 7.) .based on its 
findings. The second year (and beyond) should be devoted to implementing 
and evaluating the ,#lan (steps 8 and 9) . " 

Unless a school and the team are willing to make these minimal in- 

• ■ .... . ' t • 

- v e stments, it i s roco naBeade d that thj school n ot ih i ti ate-the^ process described 



in this guide. Without the appropriate level of commitment, a school improve- 
ment team may fail to accomplish its gbals or may bungle the job and antagonize 
the school community. Worse yet, the effort may serve to intensify intergroup 
or organizational tensions that may already exist in a school. The process 
described here is not a panacea— no one can guarantee success in the sensitive 
areas of equity of attainment and opportunity . But based on the success of 
ot;her,schools, and. giUn a committed and surport^^ team, school members siiould 
proceed with optimism, conditioned with a healthy res^^^^T^^e-xi^ks. And 
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although it is unreasonable to expect instant, revolutionary change, they 
can reasonably expect modest, incremental improvements in many aspects of 
the school's operations. 



Step 1: Take the Initiative . 

' . / in initiating an effort aimed at improving equity in a ^^^^ 
school, someone must take the lead» and that person will have to find other 
people who are also enthusiastic about the idea. Some members of a schbol 
community will welcome a look at the climate and achievement levels of their 
school; others will consider it inappropriate,, unnecessary , or potentially 
dangerous. Consider, for example, these situations. If students or parents 
try .to initiate an improvement, effort , some teachers and administrators may 
feel that the advocates are out to find fdult with them. If administrators 
initiate the effort, teachers may suspect that a purge of some sort is 
intended. A typical form of resistance is to try to discredit the motives 

of the advocates of the effort. 

\ ■ - \ ■ ' ' \ ^ ■ . . . ..... 

\ To deal with these factors effectively, the advocates should ask 

^themselves the following questions and take the ^driowiiTg steps before attempting 

to initiate such an effort. . ' 

\ Why an I interested in the school outcome levels and school climate 

1 of my school? 

\ .. ■.• . ■ ■ , • ■ ■ 

Examine your own reasons for wanting a study of subgroup equity of ^ 
your school. If you are interested in using an assessment to discredit 
\ another group in the school, or for other negative reasons, forget it. 

1 . If you are genuinely intere^ed in improving these aspects of your 
\^ school, find others who share this interest. 

\ . Who- elso might be interested in studying and improving these factors? 



\ . What are the potential benefits and risks of such an effort? 



Discuss the potential advantages disadvantages of such an effort 
with members of the school's established representative groups (e.g.i 
the student and faculty associations, the administration, the school 
board, the parent association)/ 

Do 1 really want to advocate a project, and who else should be involved? 

If you decide to propose such an effort,, enlist the cooperation of idie ^ . 
existing representative groups, the broader the support for the effort, 
the more chance it will have to overcome resistance and to have a 
positive intact. 



step 2: Form a Representative Sdibol Improvement Team 

Those who put together a SchooLi« improvement team will have to be 
sensitive to the particular needs and customs of their school. 

First, try to select a team that will represent the various formal 
groupings in the school— students, teachers/ parents, administrators, and 
support Staff (such as custodians, cafeteria Workers). In some areas, 
community representatives (such as business and industry leadeys and clergy) 
hdght be invited to join. By all me^',^ make certain that the team reflects 

. . ■ ■ - ■ .f- • . - • ' ■ ■ ' 

the race and national origin conposition of the school. 

Once ybu decide on the groups that; shoi^d be represented, turn io 



the elected representatives of each group for help in choosing the persons 
Who might best represent .them, in some schools, the elected representatives 
of the student association may, in reality, represent only the "best" students. 
Additional students might.be chosen who will help widen the representativeness 
and credibility of the team. To the extent possible, select a team that will 
be b«»dfy and genuinely representative of the whole school community. The 
size of the team should be relatively small—no more than 12-15 members. 

' ln<iividuals who are interested in working on the schqol improvement ^ 



team should have time, possess analytic and problem-solving skills, and be 



\ 
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known for being fairminded. Prospective teem members shduid expect that 
approximately 2 ho\irs a week will be required for most of the school year. 
Unless one team member understands data processing and statistical analysis, 
the team should have access to such a person. 

■ Team members will work, harder at their, tasks if incentives are pro- 
vided by the school. For example, students could receive course credit? 
that is, their work on the school improvement project could be recognized 
as equivalent to an elective course. Teachers could receive Insprvice. 
credits. And both teachers and. students could have a description of their 
work written up as part of their experience records . In addition , team 
members should be given visibility and recognition in the sphool community 

for their work. /' 

A team leader should be selected. This person should donvene 
nieetings, set .agendas, serve as team spokesperson, aid coordinate the team's 
work plan. , 



Step 3i r;y5eVelop a Team Work Plan 



■ Ah effective team requires^ detailed work plan an4 a division of 
labor. The steps presented here provide general guidance , but the team will 
need to lay o\it its own list of specific tasks to be done by certain team, 
members within an agreed-upon timetable. *^ * 

AS a start, make up a calendar for the school year. Decide where 

you want to be by the end of the year and work backwards , writing in target 
dates next to the major tasks to be accomplished. Then, determine assignments 
And^r^portiha^procedurea^^-T^ 



anhounced to the entire school. All team meetings should be open to the 



piublic, and all members of the school community should be invited and 
encourage^ to attends / - 

Hake sure the wdrlc plan includes frequent "check-ins" with the 
larger, school, community. The ways of checking in will vary widely from 
school to school. Some schools are small and close-knit , and teams will 
have an easy time getting the word out informally to everyone. In larger, 
more impersonal schoolsr team meittoers may find it necessary to be constantly 
reninding various groups about their activities. Whether close-knit or 
impersdnal, no school community will cooperate with the school improvement 
team and help it to achieve its goals unless people know what is going on 
and see signs of the team's progress. 

li tKe flow of information is all in one direction (from the team 
to the la^er school community) / the odds are tfhat any plan will fail. The 
team must inform,, but must also listen carefully\to what people are saying- 
about its work and about the climate and outcome levels of the school. 
The more the tpam c^ open its deliberations to all, and the more it can make 



itself influenced by thp*i8^f^t represents, the greater its. prospects for 



success will be. 



step 4: Set a Clear Purpose 



Team members mudt next: / 

Develop a clear understanding of the purposes of the effort in 
their school. — . ■ , - ^ — — 



Develop or select appropriate data gathering instruments or procedure 
Select the level of analysis that will meet their purposes. 



The school improvement team should set a clear purpose and develop 
steps that will help then to achieve that purpose. Once a common purpose .is 
agreed upon; - it is recommended that a questionnaire be given to a student 
sarole and all staff , both for data collection and to begin to create general 
'awareness of and interest in the effort. The reason for giving the question-/ 
. naire to all staff is , to avoid the suspicion that often accompanies sampling 

in staff surveys. 

The results of the surveys can then be pursued at four levels ot 

analysis. ' ■ ■ 

. descriptive fevel of analysis depicts how members of the school 

com munity fe^l about t he various .ast?ects of their school outcomes . 
. ^rSl climate. For this purposWT students and teachers "describe 

• the 'school as it affects them by rating questionnaire Items. ^ 

, The comparative level of analysis, includes descrigtibns,^but adds 
to it by allowing three kinds of comparison ; student, and teacher 

^ perception comparisons (to identify areas of agreement or dis- 
agreement) j student subgroup comparisons te.g. » by sex^ race, 
achievement levels/prdgram, and other student biography 

and school-school con^ariisons.-. 

dtaahostic level of analysis identifies fact^s that are relate.^ 
S the grformance of students in the school. Pbr e'f^l^'/^udent 
. marks, test sqores, and absentee or suspension records could be re- 
lated to student perceptions of school climate characteristics . 
.i;jfrS^r^ ita?istical, correlational^ th^t might reveal, 

for eile, thit students with low marks or test scores Perceive 
that they have few choices regarding courses, levels of challenge, 
ot social opportunities. Such a correlation does not establish 
Sat low peSived options "cause" low achievement , or vice Versa, 
but does suggest that they are somehow related. The .n^ture^of 
this^elationship might be further revealed by interviewing and 
oSservSriScSieving ^tudents. Correlational analyses require 

• a high llvel of technic! expertise, for which the team will need 



qualified assistance. 



7. 



' Should the questionnaire^^fe administered to everyone in-the school 
or to only a 8att«»le of people c^bsen to be representative of everyone? The 
major considerations in deciding whether to use a sample or the entire 
-»choo3rWulatien.are repr^Se^tiveness , cost, and school/commun ity rela- 



tioiis. sampling is cheaper in dollar cqstis, but could create mi^sunderstandings 
(or controversy) if note explained. properly. Those who are chosen might wonder 
••why me#" and those whd are not chosen might wonder "why not me." Others 
might question the representativeneiss of the sample, especially those who 
might feel threatened by the results. It is probably best to choose a sample 
Or£ Students, but to adndnister the questionnai»e to all teachers (considering 
their smaller numbers) . ' ; - 

Students can be. sampled' in a variety of ways. You can, for example, 
select a sample to represent selected subgroups of students (such as boys, 
high aphievers, or low achievers) Another way of selecting a sample is to 
assign- every student a number ajpid to select a sample from a table of r^dom 
numbers. This statistical saiiipling. technique is complex enough that you 
will want the /assistamce of someone familiar with it. Such a person can 
also help to determine the number of people required for your sample, especially 
if comparisons of subgroups Me. to be made. ^ 

' ^ J ' " ■ ■ ^ . ■■ ■■■■ ■'■ - ~ : . 

Step 5: Collect Assessment Data 



If you decide to use a questionnaire, yo^ will need to schedule a 
time and a place £oe...its administration, identify the people who will administer 
it, and reproduce an adequate number of questionnaires. Administer the 
questionnaires. in quiel; rooms to groups of no more than 40 people^ Do NOT 
give questionnaires to people to take away to complete, for the return rate, 
even for teachers, typically is low with this procedure. Members of the 
school improvement, team might be the most apprppriate people to administer the 
questionnaire. ^ 
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step 6: Analyze' and intej^pret Assessment Results 



School profiles such as those shown in Figures 1 and 2 can be drawn 
to display all of the factors investigated in your study ^ thereby showing 
the survey results graphically. This is done by plotting on a graph the 
normalized score of each factor to be derived, acJcording to the following 
scoring procedures for the questionnaire proces^inj^^ . ., j, 

scoring df the completed questionnaires can be doni'Biy hand, or by 
data processing (key punching ahd computer) . If your team has access to a 
key punch machine, a computer, and a person who is experienced in data, 
processing and statistical analysis, data processing is much less time 
consuming. The scoring can be done by hand— it just requires many person- 
hours of tedious work, easily subject to error. The steps shown below apply 
to both hand Scoring and data processing. 

1. Screen the questionnaires ; 

Ifeinbers of your team should inspect every page of every question- 
naire. Questionnaires should be eliminated from the analysis that 
have>greate'r than 20 percent of the items left blank, or given 

multiple res ponses. Also eliminate quest ionbaires with "set 

responW* — where all or most items are given the same response, 
such ais all~4's. 

2 . Reverse negative item polarities ; - 

Roughly 40 per^t of the questionnaire items are negative state- 
■ ments, to allr* «wcking for set response, such as; 

"People in this school only look out for themselves." 

A "strongly agree" (nui^r 4). response for this item would be^n^ 
undesirable (low) ratihg\f tAe school climate. In contrast, a 
"strongly agree" (number 4K response for a positively stated item 
such as "The students here^ve a lot of school spirit" would be 
a desirable (high) rating of the school climate. 
. .■ ' • . «. ■ , \ ■ , . . 



FIGURE i: STUDENT RATINGS OF SCHOOL X; AND SCHOOL ATTAINMENT LEVELS 



Key: 0--0 Black (N=28) 
White (N*40) 
Other (N«36) 



FIGUR^ 2: STUOEMT RATINGS Of SCHOOL Y. AND* SCHOOL ATTAINMENT LEVELS ; 
/ ^ Key: o-o Black (N=26j; 




TO make all item Responses additive to give thirteen school climate 
factot scores, rejrerse the polarities of all the negatively stated 
items that you usjted (the Appendix identifies negatively stated items), 
This is done by Reversing the nufflber ratings given for the negatively 
stated items. 

In this way, a rfeversed rating of 1 for a negatively statet?. item can 
be added to a rating, of 4 for a positively stated item to give a 5 
for the two ite^ coirtoined, or an average rating of 2. S (divided by 
2 items) 

If you reverse /the polarities by hand, mark the reversed number 
(1-4) in the right margin next to the. negative items. If done by ^ 
data processing, have the actual questionnaire responses key punched. 
A computer profaraai can be written to reverse the polaritxes on the 
negatively sta/ted items used before they are added together. 



J. 



Exainpie »f Reversied P<^larity 



Item: " People in thii school only look out for themselves." 



tatual 
2uestionnai^ 
Response. 



lE^eversed / 
polartty/ 


4 3 2 




1 






4 > 


1 


^ / 


Thu^ # for all negatively 


3 « 


2 


stated items t 


2 - 


3 






1. - 


4 



•'"f 



'ErJc 



Addi 



item ratings to form factor scores ; 



nejtt task is to add the ratings for the items that make up 
integration practice, and school climate factor variable. The 
ftea^a'^actor-assignaenti 



34 



39 



For each completed questionnaire, add the ratings given to each iteia 
assigned to a factor (be sure you are adding the rating given Nfor 
positive iteinsr and the reversed rating for negative items) : For 
€«arople, if 3 it^ns'were used: ' ^ 

COBI^JNITY Item - Rating Given . Add 

■ ~~~ . i ' . , ■ ■ ■ 

\ -14 3 2 '.reverse^) 

. -27 1 4 < reverse) . 

Total Ratiitcr for Community: 8 

Next, add all We individual questionnaire ratings for each fact«^, 
and divide by the number of questionnaires, then divide by th6 number 
of items in the factor. For example: . 
'■ • ' ■ .\ . - . ■ , ■ ■ ■• , 

Sum of individual questionnaire ratings fo r feommunity „ 1856 _ l§i5§ — , <.2w667 
. ■ • •■ Number of individual quesftionnaires 100 3 items 

Thus, in thiff.exaaple, the schoor_ratin£ for community as it affects 
students is 2.667. You must calculate a similar school. rating for 
all factors^ separately for the student and teacher questionnaires. 

4. Convert your school's ratings. to (normalized) sc ores that can be compared: 

This step is necessary for interpreting your school's ratings. You 
take your school's rating for each factor derived in the preceding 
itep, and put it into the formula: 

X (your school's rating) - study mean 
Z (standard score) ■ ^ study standard deviation 



The mean and standard deviation values to be used for each factor 
are listed in the Appendix. They derive from previous studies on , 
school climate. 

NOTE ; It is extremely important that you use the right values in 
this formula. 

Let's take the exampie given above for rating 2.667 ior COMMUNITY 
regarding school climate for schools. The values in the formula 

would be: «• * 

(2.667) - 2.493 (from the Appendix) 
^ " 0.603 (from the Appendix) 



0.289 
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obtaining the Z value' is bnly hilf the step in calctfXating the 
normal score of a variable, however. The final step is to put 
the Z value into the * fprmula s 

t (normal score) « Z 10 * 50 

* p. 289 If 10 + so ; . ; . 



Thl^esulting Wklue Of 52 39 is slig^^ above average. Remeinber, 
S normaUzed rating h^s a iueau v alue of _ 50 .00 a n >^ a r;:"^?" ^ , 



deviation Of 10.00. Calculate the normalized ratings^fpr all the 
variables ih tike sa^^^^ values graphically as 

shovm in figvures 1 and 2. ; v . ./■ ':..■.-,/■; ■;- •.;• 

/ The same proce^^^^ ""'"^^^^^ 
su<^ as ichieven^ht and a^^^ 

• have to calculate: i^^ ^°^J^ • 

' entire student sample for eabh school outcome measure, and then 

- ^ Se^^It^*^ deriving the Z scores for; each^student^s^rojjp 
. : Sfore coAimrting to t Done in this way, the ^jalues^ for 

the school outcome measures may also be plotted in graphic form as 
in figures 1 and 2, 

r ; 'W schooli™provement tea»B^a^^^^ 

results, 4ey will discover ^^^^^ confirm what is already 

knim and that other factors ^^^^ new insights in1:o the school. 

^ Way of .example, th^ school profiles shown in f igt^e^ 1 and 2 display the / 

factors to be investigated, in these figures, the itudent cli^aate ratings 

and schobl outcome levels are shp^n by three racial categories "(i.e. , black, 

white, and other) . , 

The schools represented in figures 1 and 2 sh«3w a marked contrast, 
school in figure 1 i^ rated generally^^l^^^ by black students, whereas 
the school in figure 2 is ra|:ed generally lowest by white students.' ^^^T^^ . 
. black students represei^ed i^^^^ 1 give particularly low ratings to . . 

Iwolvemeht^ 6^^^^^^ 
Urly lo«. in rea^^^^^^ 9"<S« P«i"* average, and attendance, i?ut 

score naar the. mean in scores an4 
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in cpiitra^; white students represented in figure 2 ' ge;ierally-i;?te their 
•school lowestT and like the iilack students in figure 1> they rate .Equal Treat- 
flient low. in contrast, they score lo^^ w achievement, yet 

they show moderately high reading achievement an* near average grade point 

. averages. ■ ■ ■ ^ 

There are many more similarities and differences in the ratings/ 
scores of the subgroups shown in figurei 1 and 2; Additional graphs can be 
developed for oither subgroup breakdowns, such 'as by g^^^^ socioeconomic 
Class, and Other racfial/ethnic categories. 

The interpretation of a school's ratings ancl outdome scores "^can 
best be done by those familia?: with the history and unique context of the 
school. Putting all clues together and discovering patterns is a challenging 
task of interpretation for the school improvement team that takes time and 
•acquired skill. 

Step 7: Develop a school Improvement Plan 

- By now, the school improvement team should be in agreement about 

the areas of their school-that require in>E«^^ ^" 
agreement about factors tiiat cc)iitribute; to positive ^ negative ratings for 
each area. The next task 4^ to brainstprm ideas for reinforcing the positive 
features and improving the less. positive features, U 
• - , Brainstorming, as a technique > . encourages . maxiinum participati.on by 
- letting everyone e^cplain- his orf her; id^ ;<ion^,letelyri^ eyauating :.t*os^, 
ideas. Prinature evaluation might^sileince some team memb^s who have the ; 
gems of good ideas. Excessive competition for ac^eptanie; ofai^ idea^by • V 
the team - expessiye to the point where the compei^ion becomes more iii«^^ 



than ideritifying the best ideas-should clearly be avoided. When your team 
comes to evaluating the ideas generated, judge them in terms of importance 
and probable success in contritouting to school improvement. ^ 

Teams tend naturally to be- concerned otI^ with improving areas that ^ 
receive the lowest ratings and to neglect the moderately and highly rated , 

areaa. One simple way o f reinforcing th e m o re pnciit-ivp l y ratgd areas is to — 

periodically inform the school community of the good job it is doing in 
these areas. This shbul4 be done in meetings and through school newspapers , 
or newsletter articles, while the s is : discussing alternative ways 

, of improving the areas rated less favorable-,, which can also be reported to 
the school c(Ummity. Done forthti^^^^ effort should help to 

prepare school commuriity members to accept the team's improvement plan when , 

it is presented to them. 

* ■ prepare a brief (two- to three- page) statement of the goals and 
action steps of your plan to be distributed ih the school and at open meetings 
held to discuss the plan. Members of the school improvement team can lead 
these' discussions , accepting and recording reactions a^suggestions ^ 
further, explaining the rationale behind the plan. ^)^many good suggestions 
are generated by. this procedure. In conducting these meetings, team members 
should ^void being too defensive ^i^ of criticism or succumbing to 

the temptation to "hard gellv the plan. \ 

.After the open iteetings, the team shou^^ 
:>■3^^est4w >nd ih^n^r^^t^ t^^^^ pl^ ^^e^M^^^^^ re^ris^on^i^•>*arranted. 
The re^^sed plin; should .1^^^ :presented to 1^ established ^s^^^^ 

groups tor appro^il^^9uS 
assocMtions and the sc^^^ 
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Tfaf be successful, then> the school improvement team should: 

, inform the school members o^ md school outcome results 

ikd of the efforts of the school improvement tea*i to develop improve- 
iilient''pl2ms« / 

. I^rainstqrm alternative ways of reinforcing highly rated factors and 
improving the less /favorable raiBed factors. 

• tiecide on which jalternatiyes to follow, based on the team's estimate 
of its relative^chances of success. 

* . Develop a written plan, in draft, that briefly describes the school 
improvementy'goals emd action steps. 

« Revise 1;m draft plan based on reactions and suggestions of school 
moniber^^ open public meetings to discuss the plan; 



Step Bjy^Implement the School Improvement Plan 



improvement plans can be as elaborate or as simple as the team feels 
is suitable to its manner of working complexity of the improvements 

it is trying to promote. Whether elab*«ete or simple, improvement? plans must 
be specific about people^ and times. Thus^ improvement plans must jDe organized 
to answer the following questions. 

■ . ; e 

• What? 'this coityes first, of course, and it is a list of the improve- 
ments selected. 



Who? JThe team should look carefully at the skilli^ and ^energies of 
its own members firstv It may want to add members who possess special 
implementation skills (like handling conflict in groups). Some 
original meiriber3 may want to drop off the team. In any event, the 
team will need io look carefully throughout the school community 
for indivuduals who can help it to implement the improyeanents selected. 
It is also essential to provide adequatf time for people who were not 
part of the original team to become familiar with the gpals, personnel, 
and style pl^ to ' f V 

fflien? Thid Is, the first major test. 6f ccxmnitment to the team's plan. 
iFlkaranwe^ 

carefully consider the reasons for resistance. Unless ^jie team is 
fully ccamitted to the plan, it <?annot ey^ett others to oecpme in- 
volved and committed i \^ 
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Who will be rfespanaible to whom? Pirs^ , within the team; Js the 
leader o£ the team the person responsible for checking on the progress 
of individual mentoers? Or is some other menber appointed to fill 
that function? Or does the group divide into small subgroups for 
specific tasks, eich with a task leader: Second, outside^ the team ^ 
v£eh does the team report to the school community or to the , individual 
or group- that originally ''set it in motion? 

Reporting? HOW will the team report its progress-internally^and ^ 
externally ? some suggestions include: ^replarly ^cheduled^show-a^ 
ttll m g rrr^g" ^^i- ^-v^" whnte , .t eam» a wall-chart checklist; frequent 



^gr^^diecks with tlie teii^s leader or task group ieaaers;^ana 
rwritten report to the team leader. The form the '^""^"^^^ ■ 
is less important than its regularity and thoroughness. Whjn. «»5 
team is involved in Other sclibol affairs, every nypeting will be a . 
major effort, and checking progress may become a sore subject. BuV 
if reporting is not regular and is not subjected to hardheaded question- 
ing, the team will neither improve its own performance not enlist the ^ 
support of the larger community. , 



step 9: Evaluate the Effort's Impact on the School 

Whether your school improves as a result of implementing the team' s 
plans can be determined in several ways. No matter what method of evaluation 
is selected, every Effort should be made to tailor it to the specific goals 

of the improvement plan. 

one way to evaluate the impact of the effort is to readminister the 
same questionnaire \13ed in collecting assessment data to the sa^ or to 
different people 6 to 12 months after the improvement plan has been initiated. 
By comparing the two sets of ratings, changes in people's perceptions can be 
guaged. This can be done by simple inspection or by statistical analysis of 
th? results, if this resource is available to your^eam. Quest^^^ 
administration is the more^ecise way ot guagfhg impact if your improvem^, - 

'^plir^ is used on ^he factors 
schorfoutcome data will usually req«ire 1 to 2 years (or more) to reflect , , 

improvements made'. ] ~ ^ 
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: 'If the inprbveraent plaft is basM wore on refinements gained through 
Interviews and observations* it Would be better to evaluate its impact by a 
new round of inte^hfiews and. c^servations. For example, if your plan included 
increasing ftaily student attendance to improve the level of Challenge pre- 
sented to students, attendance trends wopld be charted along with some 
measure of the ^levels o'f student challenge^ 

If the school improvemefit team and the school community are 
satisfied with the improvements made in the school, the ef f ort migl^t be 
halted for a year or two. Qnce such an effort is abandoned, however, it 
is easily forgotten. The team may consider cycling back to step 1 and 
making the assessment and improvement of these school factors a continuous 
process. Nothing remains static, especially in organizations like schools 
that have a substantial turnover in their p^ership. Consistent with this 
turnover I,, it i^; recommended that a new scfejb^ improvement teMi be formed 
to brin^ a fr^sh look and new energy to the cdnsidercJale t^sks involved. 




j^p^dix As " Survey Quest ioan»i):«r . 2t«ai-to-Variable Assignment* 
Item PoX«ities of the Hcaie and; School Climate Sections 
and Variebie Meims And Standaifd OeviatioM 

- HOME CtlSK^B^^gSTlOHH&IBE ^ - 

Pinal Survey Draft ': 
April* 1981 




BEIATIOMSHIPS 

A. sense of Co hesiveness 

i. tfy family has a lot of fun t^gtfther . 



ft- 



\ 14. The people in my family get ilong with eacn oi:ner p«.w^>«ll. 

27. My horn* i« a fti««*ly 

- 40. It seem* like the people in my family are alw^ finding ^fault with me. 

Be C oinmmiicatibn .\ . • 

- 2. It's hard for me to talk to other memhers of nv family. 

- IS. The other members of my family don't really understand «ne. 

28. When I get in trouble I can discuss it with members of my family. 

41. I can talk easily to the members of my family. 

C. Involvement 

3/ Often the members of my family go out together. 

- 16. The members of my family do very few things together. 
.29. Everyone in my family, helps to take care ©rthe house. 

42. The members of my family enjoy playinf^ames together.; 

' D. Ethnicity . ■ ■ ■A'"/ 

4. 1 know quite a bit about family's roots. 

- 17. The older ««nbers of a«r^»^ very Uttle about the family's roots. 
■> 30. "My family likes me to be friends with kids who have the same roots we " 
/> ; 43.' i my family's roots. ^ ; ; : ~ 



. g feq|»4>Y *"d Pactions ■ ^ ■. 
. o ■_ 44. My tmilr «i.et.'t«> »'iSB''oriri&"«^^ 
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PERSOHAL DEVEIOPMEHT 

A. School l^eaming 

6. My family would be iipset if 1 got bad grades. 

19. family would be upset If 1 got into troiible in school ; 

32. The people in my family keep after me to^ 

45. My parents encourage me to do extra things at school, like music, $? 
sports, and clubs. , ■ ; - ' " - 

B. Out-of-School Learning 

7. My family encourages me to reiad a lot when I'm not at school. 

— 20. , The people in aty family seldom teach me how to do new things around the house. 

33. The people at ny, house want me to ask them questions when I don't understand 
something, 

46. The people in my family think it's important to have activities or hobbies 
outside of iBcbool. 

C. Aspirations and Identity ^ 

8. The people in my house think it's important, for me to go to college. 

21. I have a pretty good idea of what I want to do after school. 

34. I knw I must do well in achocd if I am to do well in li^e. 

~ 47. The other members of my family are not very interested in what kind 

^ work I will do when t grow tp. ' 

C. Maturity 

~^ 9. My family tries tp protect me too much. 

22. The other members of my family feel ifs all right for me to be alone 
in the house* 'A' - 

33. family allows me to tUkt nv own decisions about what clothes to wear. 

48. % family lws ru]fes iaboui^ - ^ ; r \ 
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A. DealihQ With Problems 

—-10. Vbu qan never stem to find Vything^^w^^ 

' > 23. If something brjBks at my it is fixed or replaced quickly. 

^ 36. If we're having visitors to our house, everythina is ready when they arrive. 

— 49. At my house /e fight a lot about what W prograife yo watch. 

J ■ ^ ^./f 

B. Structure _ 

11. Hy family has clear rules for everyone 

•. . ■ ' ■ / • •- . ■ . . 

— 24. >I am allowed to watch TV whenever 1 want to. y 

— 37. At home 1 am allowed to watch any TV program' 1 want to. 

50. At meals . we all have to waiW until everyo^ is served before beginning 
to eat. / ■ y ' )/ 

C. influence ,/l ■ *■•/'.■.. 

. ■ ~" ■ - / , . ^ . ■ 

— 12' It's very hard to chang* this way my^^amiiy does anything. 



25. The members of my fam^y usually accept ideas from each other. 
30. The other. lieppia in/nv family seem ver^ 

51. 1 can think of several times when 1 was able to help ttiake an important 
\ .fami4y*^eeision/ 

D* External Relations 

13. People come to members o£ my family for advice about their problems. 

-— 26. My family keeps mostly to itself. 

39. Neighbors and relatives are always coming and going at our house. 

52. Someone from my family is always active in the Parent-Teachers Associatictn 
(PTA) at my school. 



Oonain, Variabli/'ahd Iten Statistics for the 1977 Student School CliijJate \^ 
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SCHe01r <3Ji«^^HIlIS OHB -- RELATIONSHIPS 

Itelationships involve feelings afld o students, teachers, 

administrators and parents get along with and support one another. Relationships 
include the following variables and questionnaire items: / 



ft. cOMMoiliTY: Perceptions of the level of friendship arid mutual support schoo^. 
members feel toward each other. 



ITEM/ 



MEMI 


VARIANCE 


VARIABLiB* 


DOMAIN** 




2.41 


.74 


.53 


.42 


1. 


2.61 


.90 


.63 


.51 . 


14. 


2^51 


.65 


.59 


.48 


27. 


2.79 


.76 


.60 


.46 


40. 



\ 



students would rather be in this school 

thaun in any other school . 

The students here have a lot of school 

spirit. 

people in this school only look out for 
themselve's . 

If 1 walked around school all day fepling 
bad about something, nobody would even 
notice. 



B. ACCESSIBILITY AND RECEPTIVITY: 



Perceptions of the availability and openness of 
school members to conversation and e^ssi stance 
about concerns.' 



ITEM/ ITEM/ 
MEAN VARIANCE VARIABLE* DOMAIN* * 



2.56 
2.80 
1.96 
2.66 



.70 
.66 
.81 
.56 



.64 
.64 
.49 



.53 
.53 
.46 
.56 



2. Vou can get good advice in this school 

when you need it. ' ; 

15. People here make you feel that you're , 

wasting time when you ask for help. 
28. Students seldom talk to the principal 

unless they're in trouble. ' 
41.:. . Most people here will take enough time 
;,\v'to 'listen. ■ ' v^^V ' 



Correlation of item with variable. 
Correlation of it*m with domain. 




MTs Perceptions of/the extent pf school members' interest and 

participation (in learning, social, and other school activities. 




ITEH/ V ITEM/ 



.67 
.88 



,S6 
.59 



.43 
.44 



3. On most days I look forward to my 
classits.v' 

16.' Most Students here would be^upset if they 
came to\school and found a lot of equip- 
.ment des^rc^ed.- v . . . 

29. Many students here would prefer to avoid 
- schools . / , 

42. Pew students who ytire able to stay after 
school ever do. 



2.07 
2.29 



.68 

.62 



.61 
.50 



.47 

.3^ 



D. EQUAL TREATMENTS Perceptions of"thf uniformity of school members* opportunities 

and treatment in tite school. ■j_ 



ITEM/ 



ITEI 



MEAN 


VARIANCE 


VARIABLE* 


DOMAIN** 




2.69 


.73 


.60 


.46 


4. 


^2.93 


.68 


.53 


.40 


17. 


'2^7 


.61 


. .i7 ' 


.58 


30. 


2.00\ 


' .70 


L45' 


.31 


43. 



Studerttf here get the -marks they earn/ 
smarter students ever get tl^0 
lieachers. - \ 

in school are treated I 

tain groupsj-of st^d^nts| in this 
are looked ^bwn bn. I 



E. GROTOJSGS: Perceptions^f the exteht to 
or negative exwi^nce in 



i^hich group. memby(irship is a- positive 
school. 



MEAM VftRIANC! 



ITEM/ ITEM/ 
VARlABtE* DOMAIN^ * 



2.47 


.81 


\ '52 


.14 


5. 


2.69. 


.81 


V64 - J 


.40 


18. 


3.01 


-69 




.:38/^ 


31. 


1.90 'i 


' : .68' . 

' /' • 




. /<42 


: 44. 



■/ . 

*w« out if you'r 

of a group ijn this school. 
You need/to Bte,^ 
in this/school. ^ 

y fights between 
grovfpd in this school. 
PeojpM 

grow you're in; 
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lOOL CLIMATE DOMAIN TWO — PERSONAL DEVELOPMENT V. 
, personal development involves feeiings and opinions about the directions and 

Conditions of leaming in the soheol. Personal development, includes the following ^ 
variables and questionnaire items: \ 



slcills are emphasized in the school. 



ITEM/ 



I T EM/ 



mean' variance variable* DOMAIN** 



2.18 
2*74 

2.58 
2.51 



.81 
.72 

.50 
.71 



.51 
,70 

.65 
.55 



.39 

.60. 

.63 
.45 



6. Learning is more intportant than marks in 

this school. V ^ •it 

19. Students here learn many things that will 
be useful to them after they leave this 

school. ■ , 

32. When you come to this school you learn . 

■ a lot. ■ \" ■ / 

45. This school teaches you how to deal wxth 
all kinds of people. 




5^. 



2.58 

2.77 

2.59 
2.31 



VARIANCE 


ITEM/ 
VARIABLE* 


ITEM/ 
DOMAIN** 







'.62 


.46 


7. 


.69 


.55 


.37 


20. 


.62 

- .66 


.56 
.60 


• .44 

' .60 


33. 
46. 




Studentf^e encouraged to discuss their 
own ideks freely in classes. , ^ 
People in this school are afraid to 

Studtenircan be themselves in this school. 



a framework for focusing their^ efforts. 





MEAN 


VARIANCE 


ITEM/ " 
VARIABLE* 


ITEM/ 
DOMAIN** 




1 

J 

t : 


2.52 


.66 V - 


; ■'■-- -.-1-56.-' '- 


^,45.^ 


.J.. 


2*65 


.50 


...74 


.66 


21i 


i 


2.46 


.56 


i .70 


.65 


34. 




2.60 


.52 


.44 : 


.40 


47. 



Thi^ school helps students 
for themselves. 
Most students feel that tt 
' them meet their ovm goals ' 



school is trying to do. 



f«rce^tion« of the l«val 6£ difficulty of school nietnberi' goals 
and tasks, and ths P»ce of effort required . ' . 
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9. Students here do as little as they have 

■ to. - . ■ . 

22. This school doesn't demand enough froni 

the students. 
-3 5. Ho one in this sehdol .thirds the work' 

is very isc>ortant. 
48. Most students wtork hard in this school 

only before tests are given. 



SCHOOL CLIMATE MMAIH raR|E ORtaHmTIOli : . . 

Organisation invoWes feelings and opinions about the way the school operates, 
organization involves th^ ^llowing variables and questionnaire items: 

A. DEALING WITH PRDBLSM§!:r Perceptions of the extent 'of identifying, analyzing, 

>^ ^ and resolving school problems when they arise. 
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People here usually avoid admitting., 
that problems exist. 
Students here talk openly about school 
'problems. 

In this school, nothing is ever doi^e 
about problems. , " 
The same old jproblems are never solved 
in this school. 



a ORDER- Sferceptions of the extent to w)iich school rules reflect established; 
B. ORDER. .CC^^^^^^ I 

fayolaOsle learning conditions. ^ > 
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11. students know exactly what will happen 
when *hey break a tute. ' , 

24. School ^les are broken so often they re 
Considered a joke. / 

37. The school rules are fair and reasonable. 

50. Bvery^e undersftands the rules in this 
school. 



\ 



• » V. 



C. OPTIONS: Perception^ of the extent of rhoices available to school isenbers 
regarding ^als, courses, levels of challenge, and social 
- • opportunities, for exaitple. 
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togeti^er in the sane classes. 
This school has sosvathing to offer to 
students with many different interc:Sts# 
Students can choose to belong ta many ~ 
clbbs and activities in this schools 
St^ents here have very fetfi chances 
tc make j^ew friends. 



0. INFLUENCE PISTRIBUTION: Perceptions of the extent to which school members 

contribute to decisions regarding rules, procedures, 
and options, for example. 
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students hiep make the rules in this 
school. 

Students heed permission to do almost 

anything in this school. 

Students have little say in planning 

school activities. , - \ 

Student government has no power in this 

school. 




Raw Score Means and Standard Deviations To be Used As Morms 

— STANDAltt) DEVIATIQW- 
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SCHOOIi CLIMATE VARIABLES 
Community - 

Accessibility 6 Receptivity 
Involvement . ' 
Equal Tr^ptment 
Groupings 

Learning prienation 
Expressiveness 
Goal Direction 
Challenge 

Dealing With Problems 

Order • 

Options 

Influence gistributioft 

HdMS CLIMATE VARIABLES 

; Cohesiveness 
COimnunications , 
involvement 
Ethnicity \ 
Equity 

school Learning 
Out-of -School Learning 
Aspirations and Identity 
Maturity 

Dealing With Problems 
■ Structure' . . 
Influence 

External Relations 
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